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The present study reports on the construction of a research instrument developed to examine preschool teachers’ beliefs and practices in relation to emergent literacy.  A 130-item survey (Preschool Literacy Survey, PLS) was completed by a total of 90 preschool teachers in Norway.  Items were grouped into homogenous scales, and the relationship between beliefs and practices was examined using structural equation modelling.  The structural model for all preschool teachers was compared in a qualitative way with the structural model for a random group of preschool teachers (n = 54), who had not participated in a literacy-awareness training to look at whether effects of the literacy-awareness training could be assessed with the PLS.  The main results show that teachers who took part in the literacy-awareness training were more homogeneous with respect to their beliefs and practices, that their beliefs were strongly underpinned by their beliefs about the specific role of the preschool teacher and by their beliefs about practices consistent with current research.  Finally, it seems that the literacy-awareness programme affected the beliefs rather than the practices of preschool teachers.  It is discussed how the PLS can further contribute to research on early literacy in preschools and preschool teacher training.


Emergent Literacy:  Preschool Teachers’ Beliefs and Practices
One of the most significant contributions to educational research in recent years has been the convergence of reading research with early childhood care and education research.  Until twenty-five years ago, it had been long accepted that learning to read and write did not, and should not, begin until formal instruction in school.  However, research in the field of emergent literacy underscores the importance of the early years, specifically the preschool period, for developing the foundation for future literacy (i.e., Adams, 1990; Clay, 1993; Morrow & Tracey, 2007; National Research Council, 1998; National Research Council, 2001; Teale & Sulzby, 1986; Whitehurst & Lonigan, 2001).  It has been asserted that what children learn about literacy in the early years facilitates the acquisition of formal reading skills such as decoding, comprehension, and fluency when they begin reading instruction in school (Whitehurst & Lonigan, 2001).  Researchers contend that specific early literacy skills such as knowledge of letter names, concepts of books and print, and phonological awareness are predictive of future reading ability (Adams, 1990; Lonigan, Burgess, & Anthony, 2000; Samuelsson et al., 2005; Whitehurst & Lonigan, 2001).  Entering school ready to read has been correlated with reading ability in primary school (National Research Council, 2001; Scarborough, 1998).  In fact, it has been argued that, “the likelihood that a child will succeed in the first grade depends most of all on how much she or he has already learned about reading before getting there” (Adams, 1990, p. 82). 
The Place of Literacy Practices in Preschool
Literacy practices in preschools affect children’s early literacy abilities (i.e., Barnett, 2001; Dickinson & Caswell, 2007; Dickinson & Tabors, 2001; Morrow, 1990) as indicated by a number of longitudinal studies that indicate long-term effects of children’s preschool learning on future literacy (Cunningham & Stanovich, 1997; Graue, Clements, Reynolds, & Niles, 2004; Lonigan, Burgess, & Anthony, 2000; Magnuson, Ruhm, & Waldfogel, 2007; Wells, 1985).  In a comprehensive review of current research, the Committee on Early Childhood Pedagogy commissioned by the American National Research Council concluded that “the accumulation of convincing evidence from research [suggests] that young children are more capable learners than current practices reflect, and that good educational experiences in the preschool years can have a positive impact on school learning” (National Research Council, 2001, p. 2).  However, despite widespread agreement in the research literature about the importance of children’s early literacy experiences there remains a divergence of viewpoints within the early childhood education and care community about the appropriate place of literacy in preschools (i.e., Bredekamp & Copple, 1997; Burgess et al., 2001; OECD, 2006).
One explanation for this inconsistency is a lack of understanding of the definition of emergent literacy.  The word “literacy” in the conventional sense refers directly to being able to read and write.  Emergent literacy, however, refers to the informal processes by which literacy skills emerge from birth through the beginning of formal schooling.  Emergent literacy is defined as “the skills, knowledge, and attitudes that are presumed to be developmental precursors to conventional forms of reading and writing” (National Research Council, 2001, p. 186).  Proponents of the emergent literacy perspective view literacy acquisition not as a spontaneous occurrence at school start, but emerging along a developmental continuum from the early years.
Emergent literacy refers to the emergence of literacy-related behaviors as a result of both social interactions and direct instruction.  Initially, proponents of the emergent literacy perspective acknowledged primarily social interactions as the means from which children’s early literacy emerges.  More recently, the importance of direct instruction has also been acknowledged.  Direct instruction in this context does not refer to formal, conventional school-like instruction, but well-planned, systematic guidance.  Nonetheless, the distinction is not always apparent and thus the definition of emergent literacy has been at the root of much debate over competing interpretations of emergent literacy as a natural developmental process versus a formal curricular goal (OECD, 2006).
Another explanation for the lack of support for emergent literacy within the early childhood care and education community may have to do with teachers’ underlying, deep-seated beliefs.  The degree to which early literacy is supported in preschools is contingent on teachers’ beliefs about its appropriate place in preschool.  Teachers’ beliefs influence their practices, and subsequently, their practices influence child outcomes.  How beliefs affect practices, and specifically preschool teachers’ beliefs about their role in promoting literacy, has received attention in the research literature (Berthelsen & Brownlee, 2007; Charlesworth et al., 1993; Fang, 1996; Foote, Smith, & Ellis, 2004; Morrow, Casey, & Haworth, 2003; Schickedanz, 2003).  Several studies indicate that caregivers’ literacy-related beliefs and practices influence the development of children's language and literacy skills (Barnett, 2001; Foote et al., 2004; Guimãraes et al., 1995). Nonetheless, while there exists a comprehensive body of research indicating the importance of the early years for literacy development, ambivalence is prevalent among preschool teachers about the role of literacy in preschools and, moreover, their role in how to promote it.
Cultural Considerations: A Norwegian Perspective
Preschool teachers’ beliefs about emergent literacy are largely influenced by culture.  This is especially apparent on an international level.  Most research on emergent literacy has been conducted in English-speaking countries, and however relevant, must be viewed within a cultural context.  Scandinavian countries, including Norway, differ from their English-speaking counterparts in their cultural construction of childhood.  Subscribing to a long-held tradition of social pedagogy, this child-centered perspective espouses a child’s inherent right to play and be free from formal instruction. In Scandinavian countries, the introduction of “education” into the preschool curriculum is highly controversial.  While English-speaking countries have been more apt to promote emergent literacy skills from an early age, the attitude in Scandinavia has been decidedly different, discouraging literacy learning prior to school start​[1]​ (Samuelsson et al., 2005; Wagner, 2003).  In fact, in an international study, Samuelsson et al. (2005) found that while preschool experiences such as letter-based activities and shared book reading were positively correlated with print knowledge, verbal skills, and phonological awareness, cultural constraints on early literacy experiences resulted in lower print knowledge in Norwegian preschoolers than their international counterparts.
It can be argued that due to the high rate of adult literacy in Norway​[2]​, learning to read is not considered a national problem. Despite this, large-scale, international, comparative studies such as the Programme for International Student Assessment​[3]​ (PISA, 2001) and Progress in International Reading Literacy Studies​[4]​ (PIRLS, 2003, 2007) paint a different picture.  Both the PISA (2001) and PIRLS studies (PIRLS, 2003, 2007) indicated that Norwegian children perform at the average level, or slightly below, in overall literacy ability in comparison to their international counterparts.  These results were unexpected as Norway is a country with a high Composite Development Index (CDI)​[5]​ (Hagtvet, Helland, & Lyster, 2006).
One finding in the PIRLS studies was that in every country studied, a positive relationship existed between engagement in early literacy activities prior to school such as shared story reading, singing songs, playing word and alphabet games and later reading achievement (PIRLS, 2003, 2007).  In Norway however, almost half of Norwegian children (49%) entered school able to perform early literacy tasks “not at all” or “not very well.”  This indicates that half of Norwegian children enter school without the emergent literacy skills essential for learning how to read (PIRLS, 2007, p. 160).
A Shift in Preschool Paradigm
Today, many children spend a substantial amount of time in preschools.  In Norway, there has been a vast increase in children attending preschools in recent years.  Ten years ago fifty percent of children under age six attended preschool (www.dep.no/omrader/barnehage.html).  By the end of 2007, 94% of Norwegian children ages 3-6 years attended preschool and the vast majority attended full-time​[6]​ (www.ssb.no (​http:​/​​/​www.ssb.no​)).
Only recently, in 2005, that the administration of preschools moved from the department of social services to the department of education in Norway. This shift has necessitated a revision of the preschool curriculum, resulting in a new national preschool curriculum, or Framework Plan (Framework Plan for the Contents and Tasks of Kindergartens​[7]​, 2006).  While maintaining the philosophy of social pedagogy, this new curriculum reflected an increased focus on educational domains, including language and literacy.
Examining preschool teachers’ beliefs and how they manifest in practice is important to understand the relationship between care and education in preschools.  Several international studies have been done on the topic, but only few examine the Scandinavian perspective (Broström & Wagner, 2003; Ure & Raban, 2001; Wilcox-Herzog, & Ward, 2004).  As the Norwegian government has introduced a revised preschool curriculum, with emergent literacy a requisite goal, preschools are entering a transitional phase.  Therefore, an examination of Norwegian preschool teachers’ beliefs about emergent literacy and how these beliefs influence practice is relevant not only in a Norwegian context, but also could contribute to ongoing research in early childhood education and care research.
Present Study




All seven preschools participating in the literacy-awareness training program agreed to participate in the study.  Participants included all preschool teachers working with children aged 3-6 years.  A total of 36 out of 47 preschool teachers returned completed surveys, indicating a 72.3% response rate.
Non-Literacy-Awareness Training Participants
Preschools that did not participate in the literacy-awareness training or any other literacy-related program served as a control group.  These preschools were randomly selected from a public listing of preschools in Stavanger, Norway (www.Stavanger.kommune.no).  Fourteen preschools agreed to participate.  These preschools comprised of 140 preschool teachers of children 3-6 years.  In total, completed surveys were received from 54 out of 140 non-literacy-awareness training participants: a 38.6% response rate.
Survey
The Preschool Literacy Survey was in the form of an anonymous survey.  The survey consisted of 130 items.  Section 1 (Demographics) contained question on demographic information, including age, gender, position, and preschool education training.
Section 2 (Beliefs) consisted of 48 statements designed to indicate preschool teachers’ beliefs about: a) their role in promoting emergent literacy (i.e., It is my role to familiarize children with letters), b) the role of preschools in preparing children to learn to read (i.e., It is important for children to learn the alphabet in preschool), and, c) consistency with current research on the importance of early literacy (i.e., Children who enter school with phonological awareness skills learn to read easier).  Within this section items were presented in randomized order.  Participants were asked to rate the statements from 1 (strongly disagree) to 6 (strongly agree).
Section 3 (Practices) contained 46 statements to determine teachers’ practices that promote emergent literacy including, a) quality of shared book reading (i.e., I spend time talking about the pictures in books I read) b) literacy in play (i.e., I do things like help children write grocery lists when playing store) c) concepts of books and print (i.e., I demonstrate how books work), d) letter knowledge (i.e., I teach children the letters in their names), e) phonological awareness (i.e., I demonstrate how some words end with the same sound), and (f) emerging reading and writing (i.e., I write down stories children tell and read them back).  A six-point Likert-like scale was used to designate frequency from (1) never to (6) always.  Within this section items were presented in randomized order.
Section 4 (Quantity of Time) was composed of nine statements intended to provide a general indication of the amount of time preschool teachers spent on literacy activities each day, including a sample from each of the practices categories.  A frequency scale using minutes per day (1) zero to (6) 20 or more minutes was used.
A pilot survey was given to one preschool not included in the study to refine the research instrument and address translational issues related to language and cultural differences (the authors are not native Norwegians). The survey is presented in Appendix I.
Statistical Analysis
Descriptive statistics were computed including frequency distributions, means, medians, and standard deviations for all variables. On the basis of the results of the descriptive statistics, variables with adequate psychometric properties were consolidated into theoretically related categories in order to reduce the number of data and generate scales.





The age of participants ranged from 19 to 59 years, with a mean of 36.8 (SD = 8.8).  Literacy-Awareness Program participants were, on average 40.1 years old (SD=7.48), whereas the Non-Literacy-Awareness Program participants were, on average 34.7 years old (SD=8.98).  A one-way analysis of variance (ANOVA) indicated that this difference was statistically significant (F (1,85) = 8.726, p = .004).
Gender
There was no significant difference in gender proportions within the Literacy-Awareness Program and Non-Literacy-Awareness Program groups.  Participants were predominately females (94.3%).  Males numbered 5.7%. A chi-square test confirmed there was no significant difference in the proportion of males between the two groups (χ²= .90, p = .341).
Education level
There was a significant difference between the Literacy-Awareness Program group and Non-Literacy-Awareness Program groups in level of education.  A chi-square test indicated disproportionately more participants in the High School + Caregiver Qualification category and less in the High School only category in the Program group (χ²= 9.7, p = .047).
Preschool teacher education
Educated preschool teachers made up 44.3% of the sample.  Slightly more than half of the participants were not educated preschool teachers (55.7%).  This difference was not significant (χ²= .823, p = .499).  However, the number of educated preschool teachers in this study is somewhat higher than national average of 30% educated preschool teachers (Statistics Norway).
Position
The majority of participants were head teachers (34.5%), followed by untrained assistants (27.6%), trained assistants (23%), and preschool teachers (8%).  A chi square test found that there were disproportionately more trained assistants and less untrained assistants in the Non-Literacy-Awareness Program group (χ²= 9.7, p = .041).
Experience
The experience of participants ranged from 0.2 to 31 years (M = 9.9, SD =8.3).  Literacy-Awareness Program participants were more experienced (M=12.7 years) than Non-Literacy-Awareness Program participants (M = 7.9 years).  This difference was significant (F (1, 85) = 7.518, p = .007).
Reliability analysis
In Table 1 Cronbach’s α coefficients for all scales are presented.
Table 1: Reliability coefficients for belief and practice scales.
Concept	Scale (number of items)	Cronbach’s α
Belief	Role of Preschool Teacher (14)	.80
Belief	Role of Preschool (10)	.69
Belief	Role of School (4)	.63
Belief	Consistent with Current Research (7)	.72
Practice	Quality of Shared Book Reading (15)	.84
Practice	Concepts of Books and Print (4)	.69
Practice	Literacy in Play (2)	.67
Practice	Phonological Awareness (7)	.87
Practice	Letter Knowledge (5)	.74
Practice	Emerging Reading and Writing (5)	.75
Time	Quantity of Time Spent on Literacy-Related Activities	.83

The Role of School scale was removed due to insufficient reliability as well as considerable overlap with the Role of Preschool scale.  Although Role of Preschool and Concepts of Books and Print scales had reliabilities just below.70, they were kept in the analysis because the relatively low reliability could be a result of the heterogeneity of the sample, that is, some teachers had followed the literacy-awareness program, while others had not.  The Literacy in Play scale was kept, because with only two items it seemed to form a promising scale, however in a revision, additional items should be constructed in order to improve this scale.
Descriptive Statistics of Preschool Teachers’ Beliefs and Practices
Beliefs
Table 2 illustrates that preschool teachers’ beliefs about emergent literacy were moderately positive.  Ranging from 1 (strongly disagree) to 6 (strongly agree), the majority of preschool teachers responded that they “Agree” or “Somewhat Agree” with the items in the survey that indicate the prominent role of preschools and preschool teachers in promoting children’s early literacy development and they also indicated agreement with items that validated current research on early literacy.
Table 2: Preschool Teachers’ Beliefs Scales Means and Standard Deviations (n=90)
Scale	Mean (SD)
Role of Preschool Teacher	4.6 (.58)
Role of Preschool	4.6 (.58)
Consistency with Current Research	4.8 (.63)
Practices
Table 3 illustrates the means and standard deviations of preschool teachers’ responses to items in the Practices section of the survey.  On a scale of 1 (never) to 6 (always), it was found that preschool teachers most answered “Seldom” to items that indicated the frequency of their engagement in early literacy promoting Practices, with the exception of Quality of Shared Book Reading and Concepts of Books and Print in which they reported engaging in “Often.”  For all other practices, the majority of preschool teachers’ responses ranged from never (1) to seldom (3). 

Table 3: Preschool Teachers’ Practice Scales and Time Spent Means and Standard Deviations (n=90)
Scale	Mean (SD)
Quality of Shared Book Reading	4.1 (.49)
Concepts of Books and Print	4.6 (.58)
Literacy in Play	3.0 (.92)
Phonological Awareness	3.3 (.80)
Letter Knowledge	3.4 (.75)
Emerging Reading and Writing	3.8 (.77)
Quantity of Time on Literacy-related Activities	2.5 (.70)*
* The Quantity of Time scale used time intervals of average minutes per day from (1) zero to (6) 20 or more minutes.   
Quantity of Time
The majority of preschool teachers (83.1%) spend five minutes a day or less engaged in any one literacy-related activity with children.  Only 4.5% of preschool teachers reported engaging in literacy activities 15-20 minutes per day.
Factor Analysis
A Principal Component Analysis (PCA) without rotation was conducted first to find the number of meaningful factors.  Five complementary sources determined the number of factors, as suggested in Adèr and Mellenbergh (2008, p 468), including the scree criterion, size of eigenvalues, goodness of fit change significances, amount of variance explained, and, the interpretation of the factor coefficients.  A two-factor solution proved to be most acceptable.  Factor 1 could be interpreted as the Practices factor, whereas Factor 2 could be regarded as the Beliefs factor. Contrary to the expectations, Quality of Shared Book Reading loads on the Beliefs factor.  It is possible that preschool teachers’ beliefs about shared book reading are inextricably linked with their practices. 
Structural Equation Modeling
The structural equation modeling routine provided in the R statistical package (Fox, 2006) was used. The path diagrams shown in Figures 1 and 2 were drawn with the R path diagram routine (Fox, 2006).
Figure 1 depicts the model that was fitted for the whole group (n = 90).  Goodness-of-fit and Bentler CFI for the model, .927 and .949, respectively, were considered satisfactory.
Figure 1





















Phonological Awareness and Emerging Reading and Writing had to be removed from the model due to collinearity with Letter Knowledge. Quantity of Time on Literacy-related Activities was not fitted, because it is not directly related to the practices scales.  The Beliefs factor is well established by the Role of Preschool Teacher, Role of Preschool, and Consistency with Current Research scales, loadings of .96, .98, .91, respectively, whereby inter-correlations between these three scales were left out of the model.  Scale variances were however low.  The Practice construct loads relatively low on Beliefs, indicating that Practices do not depend on Beliefs.  In order to fit the Practice concept, some of the inter-correlations between Quality of Shared Book Reading, Concepts of Books and Print, Literacy in Play, and, Letter Knowledge had to be estimated.  These are relatively low, as we forced these scales all to load on the common Practice factor (See Figure 1).  Compared with Quality of Shared Book Reading (.64), Concepts of Books and Print (.51), and, Letter Knowledge .64), Literacy in Play loaded relatively low on the Practice factor (.23).
	In Figure 2 the model for the largest subsample, the preschool teachers who did not follow the literacy-awareness training (n = 54), is presented.  The Goodness-of-fit of this model is .911.  However, Bentler CFI is .832, which is low, possibly indicating an insufficient number of participants to assess a stable model.  By comparing this model with the model of the whole sample, the effects of the literacy-awareness program can be inferred, albeit tentatively. First, variances of all scales are considerably larger, suggesting that the subsample that followed the literacy-awareness training shows less variation with respect to their beliefs and practices than the subsample that did not take part in the literacy-awareness training.  Second, the Role of Preschool Teacher and Consistency with Current Research scales work differently for the two subsamples, indicating that the literacy-awareness program capitalizes on these two beliefs, and not so on the Role of the Preschool scale.  At the same time, the relationship of Belief and Practice increases in strength, suggesting that the literacy-awareness program especially affects the Beliefs.  The largest difference with respect to the Practice concept was found in the Concepts of Books and Print scale.  It can be concluded that practices with respect to teaching children Concepts of Books and Print were not affected by the literacy-awareness program at all.

Figure 2



















Reliable scales could be constructed for the following beliefs: Role of Preschool Teacher, Role of the Preschool, and Consistency with Current Research.  A scale that was removed from the analyses due to insufficient reliability (.63) was Role of School, which comprised of the following items: (1) School is the most appropriate place for children to learn early literacy skills, (2) Children who learn to read in preschool will be bored in school, (3) Children who enter school with literacy skills will be disruptive to those who have not, and (4) Children learn everything they need to know about reading in school.  It can be assumed that the reliability of the Role of School scale would increase if more items were to be added.  However, items should not overlap with the Role of the Preschool items, which tap specific beliefs of the role of the preschool.  Although the Consistency with Current Research scale fits adequately in with the Role of Preschool Teacher and Role of Preschool scales, it could be argued that consistency with current research is related to one’s knowledge base rather than belief system.  The theoretical model could be extended to include a scale that assesses preschool teachers’ knowledge of the literacy-related curriculum for preschools.  One challenge could be discriminating between knowledge of current educational research and knowledge of the curriculum, because it can be assumed that the curriculum is based on scientific insights.
	Scales for Quality of Shared Book Reading, Concepts of Books and Print, Literacy in Play, Phonological Awareness, Letter Knowledge, Emerging Reading and Writing, and Quantity of Time on Literacy-Related Activities could also be constructed with sufficient homogeneity.
Preschool Teachers’ Beliefs and Practices
Norwegian preschool teachers did, overall, hold moderately positive beliefs about their role and the role of the preschool in fostering children’s emergent literacy development.  The mean scores on all three beliefs scales, Role of Preschool Teacher, Role of Preschool, and Consistency with Current Research were halfway between “somewhat agree” and “agree”.  It is possible that preschool teachers reported fairly positive beliefs about early literacy in preschool due to the recent emphasis on language and literacy in the revised preschool curriculum.  Language development, in particular, has been a recent focus in Norwegian preschools.  As the topic of the survey was obvious rather than embedded in a survey containing questions related to other aspects of preschool activities such as social and motor development, it is possible that preschool teachers were inclined to provide more socially desirable responses than they would have, had the topic of the study been concealed.  That said, while preschool teachers’ expressed moderately positive beliefs toward early literacy development in preschools, the responses, in aggregate, were just that – moderate. 
Their practices, on the other hand, were not consistent with their beliefs.  Preschool teachers responded that they “often” engaged in only one practice scale, Quality of Shared Reading.  Emerging Reading and Writing was reported as the second most frequent literacy-related activity, followed by Letter Knowledge, Phonological Awareness, Concepts of Books and Print, and Literacy in Play.  Preschool teachers’ reported engaging in all of the preceding literacy-related activities “seldom”.  Specifically, the Quantity of Time scale demonstrated that preschool teachers spend very little actual time, in minutes per day, engaged in individual literacy-related activities.  With the exception of Shared Reading, preschool teachers reported engaging in all other literacy-related activities (Emerging Reading and Writing, Letter Knowledge, Phonological Awareness, and Literacy in Play) on average, only 0-5 minutes per day on any given literacy-related activity.  In sum, although preschool teachers reported moderately positive beliefs about literacy in preschool, the time they reportedly spend engaging in these types of activities was very limited. 
The literacy activity that garnered the most time per day was, not unexpectedly, Shared Reading.  This finding is not surprising because reading aloud is a long established preschool practice.  Thirty-eight percent of preschool teachers estimated they read aloud to children, on average, 10-15 minutes per day.  Nearly twenty-four percent (23.9%) reported reading aloud 10-20 minutes per day.  Only eight percent read aloud twenty minutes per day or more and nearly thirty percent (29.4%) read aloud for 10 minutes a day or less.
In conclusion, while the national curriculum outlines goals for language and literacy, Norwegian preschool teachers nonetheless spend very little time engaging children in literacy-related activities.  And while overall preschool teachers held moderately positive beliefs about their role and the role of preschool in early literacy and indicated moderate agreement with current research on the impact of early literacy development, they did little to promote emergent literacy in practice.
Evaluation of a Literacy-Awareness Program with PLS.
The comparison between preschool teachers who followed a literacy-awareness program and those who did not, can only serve as an illustration of the possible use of the PLS, because the research did not adhere to an adequate experimental design.  A more acceptable design would involve a pretest, random sampling of preschools teachers, classroom observations, and examinations of logbooks.  In addition there were significant differences in the demographic variables between the two groups, which could have been avoided, if the training group had not been self-selected.
Implications
The research literature supports the assertion that both free-play and adult-directed activities have a role in the promotion of emergent literacy skills. In school children learn to read, but first, during the emergent literacy phase, children learn about reading.
In the social pedagogy tradition, as illustrated by this study in Norway, preparation for school is not emphasized. However, it can be argued that preparing children to meet the expectations they will encounter in school is, in fact, “child-centered” in that it anticipates and addresses the needs of the child.  A thoughtfully planned curriculum ensures children’s active participation and, most importantly, enjoyment of literacy-related activities.  Organizing a literacy-rich environment, facilitating the use of literacy in play, engaging in frequent, interactive storybook reading, and providing phonological awareness training through the use of games and rhymes that emphasize the sounds of language, serve to prime children to learn to read, making it easier to master in school.
The most significant educational implication of emergent literacy awareness is early identification of children at risk for future literacy failure.  For these children, a preemptive attitude toward literacy would prove more effective and less expensive than remediation in the future (Stanovich, 1986).  Reading-related difficulties can be detected as early as the preschool years and intervention is critical (Adams, 1990, National Research Council, 2001; Scarborough, 2001).  At particular risk are children who come from linguistic and cultural minorities, children of low socio-economic status, and children who come from families with histories of reading difficulties such as dyslexia.  Children from these backgrounds tend to have dramatically fewer home-based literacy-related experiences and thus fare more poorly than their mainstream counterparts in learning to read (Adams, 1990; Wells, 1985; Scarborough; 1998). 
Educational implications extend beyond education of children.  Preschool teachers, too, must be educated in current research on children’s emergent literacy development.  It is necessary that teacher-training curricula reflect the magnitude of research that emphasizes the critical role preschool teachers play in supporting early literacy development.  In addition to providing curricula that outline goals for preschools, preschool teachers also require the tools for implementing strategies to reach these goals.  The development of research-based guidelines, which define what children should know about literacy by the time they enter school is necessary, as is the implementation of systematic preschool assessment.  To best prepare children for future literacy success, a high-quality literacy environment in preschool is essential.  If the goal is to improve literacy in schools, it is necessary to start at the root of literacy development– in preschools.
Further research
As already mentioned, the Quantity of Time on Literacy-Related Activities scale, though important, was not used in this research.  An interesting issue would be to assess how Quantity of Time is related to the quality of practices and, ultimately, to reading attainments in preschool children. Phonological Awareness, Letter Knowledge, and, Emerging Reading and Writing appeared to be interrelated, and they may well influence each other.  However, further research is needed to assess this cluster of skills can best be promoted in the preschool.
Conclusion
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Appendix I: Scales and Items
Role of Preschool Teacher
It is my role to help children learn the sounds that letters make
It is my role to engage children in literacy-related activities
It is my role to familiarize children with letters
It is my role to suggest literacy activities in play (i.e help write shopping lists for children playing store)
It is my role to assess if a child is at risk for reading difficulties
It is my role to encourage parents to read with their children
It is my role to help children learn to write their names
It is my role to prepare children for school
It is my role to suggest activities that help children learn about literacy
It is my role to help children learn the alphabet
It is my role to help children prepare to read and write
It is my role to initiate literacy-related activities
It is my role to read to children in preschool every day
It is my role to inspire children to want to learn to read

Role of Preschool
Preschools should be stimulating and challenging pedagogical environments
It is important that children are read to every day in preschool
Preschools are pedagogical institutions
It is important to have a structured teaching program in preschool
It is important for children to learn how to use books in preschool (i.e. hold books and turn pages correctly)
It is important to provide children with a literacy rich environment in preschool
It is important to have structured early literacy program in preschool
It is important for children to learn how print works in preschool (i.e. words are read from left to right, up to down)
It is important for children to learn the sounds letters make in preschool
It is important for children to learn the alphabet in preschool

Consistency with Current Research
Children’s knowledge about books and how print works is an indicator of later reading success
Children who enter school able to recognize the letters of the alphabet learn to read easier
Children’s vocabulary size is an indicator of later reading success
What children learn in preschool affects how they learn at school start
Children who enter school with phonological awareness skills learn to read easier
Children’s language skills are indicators of later reading success
Literacy used in play contributes to children’s literacy development

Quality of Shared Book Reading
I name things in pictures while I read aloud
I spend time talking about the pictures in books
I talk about how the pictures relate to the text
I ask children to relate their own experiences to the stories I read
I ask children “w” questions while reading (i.e. who, what, where, why)
I ask children open-ended questions while I am reading aloud
I allow children to interrupt with comments and questions while I read aloud
I spend as much time talking about the book I am reading as reading it
I ask children to guess what happens next in stories
I explain unfamiliar words as I read
I use character voices while I read aloud
I talk about feelings stories elicit
I read different types of books (i.e. rhyming, fiction, non-fiction, alphabet books)
I choose books related to what we are doing in preschool
I ask children to retell familiar stories

Concepts of Books and Print
I demonstrate how print works (i.e. words are read left to right, up to down, etc.)
I introduce books by talking about the title, author, and illustrator
I use my finger to follow words as I read aloud
I demonstrate how books work (i.e. front and back, hold right-side up, turn pages right to left, etc.)

Literacy in Play
I do things like help write menus when children play restaurant, grocery lists when they play store, or letters when they play post office, etc.
I initiate games such as restaurant, store, post office, library, school, etc.

Phonological Awareness
I read books with rhyming texts
I demonstrate the sounds letters make
I help children sound out words (i.e /buh/ + /oy/=boy)
I demonstrate how some words end with the same sound (i.e. boy, toy)
I demonstrate patterns in words (i.e. ball, balloon)
I demonstrate how some words start with the same sound (i.e. boy, ball)
I point out rhyming patterns when I read stories

Letter Knowledge
I help children become familiar with the letters of the alphabet
I use alphabet books with children
I teach children the letters in their names
I help children write the letters of the alphabet
I teach children the difference between upper and lower case letters

Emerging Reading and Writing
I write down stories children tell and read them back
I listen while children read or pretend to read aloud
I praise children for attempts at reading and writing
I help children read simple words
I help children write their own names
Quantity of Time
I read aloud to children in preschool
I write down stories that children tell and read them back
I am involved with reading and writing in play (i.e. helping write shopping lists, menus, prescriptions, receipts, etc.)
I help children learn letters
I talk about the relationship between letters and sounds
I point out sound patterns in words (i.e. ball, balloon)
I help children write
I do alphabet activities with children (i.e. play with letter blocks, magnets, or puzzles, etc.)
I listen to children read or pretend to read aloud
Acknowledgements




















































Concepts of Books and Print

Quality Shared Book Reading



























































Concepts of Books and Print

Quality Shared Book Reading











^1	  School start is age 6 in Norway, age 7 in Finland, and Denmark and Sweden have a flexible school start where parents decide whether children begin at age 6 or 7 (OECD, 2006).
^2	  Norway has an adult literacy rate of 100% (http://www.britannica.com)
^3	  PISA (Progress in International Reading Literacy Study) was an international study of fifteen-year old students in 32 countries funded by the OECD (Organization for Economic Cooperation and Development).4 PIRLS (Progress in International Reading Literacy Study) by the IEA (International Association for the Evaluation of Educational Achievement) examined children in their fourth year of primary education from 35 countries in 2001 and forty-one countries in 2006.
^4	 5 CDI is based on national indicators such as GNP per capita, public expenditure on education, life expectancy, newspapers per 100 population, and adult literacy rate (Hagtvet, Helland, & Lyster, 2006).
^5	 
^6	  At the end of 2007, 250,000 children attended preschool, 215, 234 of them full-time; more than 33 hours per week.  Of these, 164,984 children were 3-6 years of age and 143,735 of them attended full-time (www.ssb.no)
^7	  This is the English-version of the plan published by the Norwegian Ministry of Education (www.regjeringen.no/en/dep/kd/selected -topics/ kindergarten/early-childhood-and-care-polic.html.). In Norwegian, the word “kindergarten” is used as the English translation of “barnehage,” however we prefer the word “preschool” as it is a more accurate translation for international comparisons.
^8	  Preschool teachers participating in the training program received a 66-page booklet entitled 'Books in use in the preschool', <Bok i bruk i barnehagen, Hoel, 2007), which included suggestions for integrating literacy-related activities with everyday preschool practices.  In addition, three training seminars were provided to the personnel as well as one day of on-site instruction.  Throughout the duration of the program, preschool teachers were asked to reflect on their practices and to submit journals documenting their experiences.  The project manager responded to the journal entries with suggestions.  The program was designed to promote activities including reading aloud, storytelling, and children's emerging reading and writing skills.
^9	  In social science research, homogeneity reliability is defined as the averaged correlation of all item pairs within a given scale and is commonly measured by Cronbach’s α .  A Cronbach’s α value of .70 or above is the acceptable level of reliability; however, in a first version of a research instrument, alpha levels of .60 are sufficient.
